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Abstract 
Today there is a widespread need for English language speakers. Therefore, a new perspective should be handled in 
educational context. School administrators have difficulty finding English language users with teaching capabilities. 
A variety of in-
of their preferences. This study aimed to see characteristics of language teachers and their professional development. 
Four models of professional development (Training, Mentoring, Peer-coaching, Self-directed) are presented in this 
which model they would like to adopt in their teaching career. 
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1. Introduction 
English has become the predominant language in all fields in today's global world. In all areas, there is 
a widespread need for English language speakers. Employers have difficulty in finding a proficient 
speaker of this language. This belief may bring up the matter of teaching English as a second language. In 
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this article we aim to understand the circumstances of teaching process and to identify the characteristics 
and professional development of teachers which provide an effective teaching context.  
There is a valuable body of literature which engages with teacher education and professional 
development. Voand Nguyen (2009) agrees that there is a need for reform in teacher education at both the 
pre-service and in-service level. As such, greater efforts should be given to the education of teachers who 
hat the classroom is a site that 
provides opportunities for experimentation, exploration, and change for both teachers and learners. Thus, 
to make it clear, innovation and change is a necessary part of teacher development (Bailey, 1992; Willis 
& Willis, 1996). As many others including Bailey (1992) and Jackson (1992) have pointed out, change 
can refer to many things including knowledge, beliefs, attitudes, understanding, self-awareness and 
teaching practices. Since the role of English language teachers in classrooms has changed a lot, they are 
supposed to keep up with new methods and techniques which may affect their teaching styles in their own 
field. In other words, the more there appeared a change in the role of teachers and the methods of 
teaching, the more teachers try to keep up with the latest trends to improve their existing knowledge for 
the sake of their own professional development (Turhan & , 2009). 
There is general agreement that learning to teach is a lifelong process. Therefore, in professional 
development of language teachers, there should be continuity. However, there is a controversial belief 
about how teachers should develop themselves in their profession. Kiely (1996) defined personal 
development as: it is a holistic, self-directed learning experience, similar to that of doing projects in 
language learning contexts (cited in Legutke & Thomas, 1991). Little (1993) stated that professional 
development offers meaningful, intellectual, social, and emotional engagement with ideas, materials, and 
colleagues both in and out of teaching. The idea of teacher development is clarified by Richards & Farrell 
(2005, p.4) that it serves as a longer-term goal and growth of teachers' understanding of teaching and of 
themselves as teachers. They also add some examples of goals from a development perspective as 
follows: 
1. Understanding how the process of language development occurs 
2. Understanding how teachers' roles change according to the kind of learners they are teaching 
3. Understanding the kinds of decision-making that occur during lessons 
4. Reviewing one's own theories and principles of language teaching 
5. Developing an understanding of different styles of teaching 
6. Determining learners' perceptions of classroom activities 
 
Day (1999) gives the concept of teacher professional development as follows: 
Professional development consists of all natural learning experiences and those conscious and 
planned activities which are intended to be of direct or indirect benefit to the individual, group or 
school and which contribute, through these, to the quality of education in the classroom. It is the 
process by which, alone and with others, teachers review, renew and extend their commitment as 
change agents to the moral purposes of teaching; and by which they acquire and develop critically the 
knowledge, skills and emotional intelligence essential to good professional thinking, planning and 
practice with children, young people, and colleagues through each phase of their teaching lives (p.18). 
 
in this study, I focus on the 
professional development from two perspectives; traditional and constructivist models of professional 
development. This categorization relies on the existing knowledge in the literature. However, other 
categorization can also be made considering top-down and bottom-up processes. Top-down professional 
development is presented as a possibility for educational leaders and principles (Glickman, 2002; Sparks, 
2002) and bottom-up efforts mainly focus on individuals and groups. (e.g. Cheng & Wang, 2004).  
 
      In traditional models such as Training Model (T), knowledge transmission is one way and in a top-
consists of short term or one-shot in-
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again almost exclusive 1997). Thus, change is viewed as the transmission of 
information from educators or policy makers to teachers. (Darling-Hammond, 1990). The role of teacher 
training is to introduce the methodological choices available and to familiarize trainees with a set of terms 
and concepts that can be conceived as  
      From a constructivist point of view, teacher development cannot be presented or managed by others. 
Rather, it is the teacher who decides which activities and/or resources should be used that and for how 
long it should last for his/her own development. Besides, it is again the teacher who has his/her own 
purposes for development (Turhan & 2009). In constructivist models such as Peer coaching (PC), 
Mentoring (M) and Self-directed (SD), gathering knowledge can be either collaborative or individual. 
Teachers are more participative and the development is conducted in a bottom up process. In the first two 
models (PC, M), knowledge is at least partly constructed through engagement with experience, reflection 
and collaboration (Roberts, 1998). The process of teacher learning can be enhanced byengaging teachers 
in professional sharing and critical reflection and by helping them to adapt knowledge to specific contexts 
(Darling-Hammond, 2006). By engaging in professional sharing with their peers, they also build a 
collaborative culture and foster learning in professional learning communities (Lieberman, 1994; Starkey 
et al., 2009; Vescio et al., 2008; Wong & Tsui, 2007). As far as SD is concerned, there is a widespread 
view that it is beneficial for professionals to have an active role in their own development processes (Hill, 
2000; Stuart & Thurlow, 2000; Bailey, Curtis & Nunan, 2001; Crookes & Chandler, 2001). Learning is a 
constructivist process during which teachers reshape their own knowledge, beliefs and practices (Johnson 
& Golombek, 2002). In addition, Brockett and Hiemstra (1991) define self-direction as the 
ics of an individual that predispose one toward taking primary responsibility for personal 
 (p. 29).   
      When it comes to purposes, there occurs a problem as Kasi (2010) mentioned; many teachers, teacher-
trainers, and university-researchers from other parts of the world have also expressed dissatisfaction with 
current pre-service and in-service teacher training and education programs (e.g., Atay, 2006, 2008; Burns, 
2005; Darling-Hammond, 1996; Freeman & Johnson, 1998; McDonough, 2006; Richards, 2008; 
Zeichner, 2003). In our country, as well, English instructors working in the School of Foreign Languages 
at universities have similar problems.  A general agreement that they are supposed to develop themselves 
needs and the new trends may be foreseen; however, the most suitable way to 
achieve this is not clear in their minds. It is likely that they have participated in so many types of teacher 
training programmes. For instance, at the School of Foreign languages at Akdeniz University, some 
training programmes are held taking 3 or 4 days long by an expert. Also, few teachers are sent abroad to 
attend ELT conferences held annually. Rarely could an institute afford to send a teacher abroad to join a 
professional development course. But which model of professional development is convenient for them 
still seems vague.  
      ent were studied to 
understand which professional development models they prefer. It therefore sought to clarify the 
following questions:  
Turkey? 
onal development in 
Turkey? 
practices?  
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2. Method 
2.1. Participants 
This study was carried out at Akdeniz University and different state universities in Turkey during 
2011-2012 academic years. Ninety one English language instructors participated in this study. Some of 
them who are teaching in Preparatory programs are working at Schools of foreign languages at 
universities. The other participants are teaching to students who have taken English course as a 
compulsory subject. Majority of the participants includes English language instructors of Akdeniz 
University. The participants are chosen according to convenient sampling from Akdeniz University and 
the other state universities (See Table 1 for the profile of the participants).  
 
Table 1.Profile of the participants 
 
Gender Number Ratio (%) 
Female 67 73.6 
Male 24 26.4 
Age   
20-29 years old 38 41.8 
30-39 years old 35 38.5 
40-49 years old 16 17.6 
50 years old- more 2 2.2 
Graduation   
ELT 64 70.3 
Linguistics 1 1.1 
Literature 22 24.2 
Translation 4 4.4 
Experience   
1-5 years 28 30.8 
6-10 years 21 23.1 
11-15 years 26 28.6 
16 years or more 16 17.6 
 
2.2. Instruments and procedure 
To investigate and analyze the data in this study, quantitative data were used. The quantitative data were 
obtained via a paper-based and an online questionnaire. The questionnaire was prepared by the author of 
this research paper. There were 4 questions collecting demographical information and 27 questions asked 
in form of 5-point Likert-
conducting, the questionnaire was analyzed by an expert and a group of researchers studying on the 
related subject. 27 questions cover strong and weak points of four models of professional development (T, 
M, PC, SD). Questions 1, 5, 9, 10, 13, 14, 22 are about T model. Questions 3, 11, 12, 16, 25, 26 are 
related to M model. Questions 2, 8, 17, 18, 20, 21, 23, 24 are related to PC model. Questions 4, 6, 7, 15, 
19, 27 are about SD model. After administering the questionnaire, the results were computed in SPSS 
(Statistical Package for the Social Sciences) 15 version and Cronbach Alpha Analysis was calculated to 
find the reliability coefficients for the items in the questionnaire. A value of .70 was found.  
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3. Results and discussion 
 
account as a separate category.  
Table 2. Results of the questionnaire 
 
 
 
       As shown in Table 1, both traditional (T) and constructivist (M, PC, SD) models were favored by 
participants. The total of strongly agree and agree percentages are above 50%. As far as T model is 
considered, the result of 55.9% shows that training sessions are still necessary to some extent for 
participants. However, it is also possible to argue that there is a tendency towards rejecting T model since 
the result indicates a 22.7% percentage in disagreement category. M model (56.05%) seems slightly more 
preferable than T because participants are likely to feel a bit more independent when they work with a 
mentor. On the other hand, 25.8% of participants showed their disagreement. It might be because they can 
conceive a mentor as an authority since mentors are chosen from relatively old and experienced 
colleagues. When it comes to working with peers, most of the participants (70.8%) can be regarded as 
pleased. Choosing a partner with close relationship and informality might be significant factors affecting 
favored model is, as it is seen, the SD model (79.6). The rate shows that 
these participants may show concern for their professional development individually. The reason behind 
this idea is probably because they know their needs and ways to follow a program that they create. Their 
individual approach might also create an atmosphere that they can feel free in every step of their 
professional development.  
4. Conclusion 
This study was conducted at Akdeniz University and other state universities since the research 
objective was to learn more about English la
development. Nowadays in Turkey different institutes have been arranging a variety of in-service training 
ogram, in 
to build or reform our teaching and pedagogical practices, including our professional development 
 
Many instructors see professional development programs as compulsory events that their institutions 
should impose. This belief might come from the idea that instructors do not feel free in creating their own 
developmental steps. However, a school/university administration should also consider the importance of 
An example of a column heading Strongly 
agree/Agree 
Undecided Strongly 
disagree/Disagree 
   %  
Training Model 55.9 21.3 22.7 
Mentoring Model 56 18.1 25.8 
Peer-coaching Model 70.8 15.1 14 
Self-directed Model 79.6 13.5 6.7 
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English language teaching to construct their own context-sensitive pedagogic knowledge which in turn 
leads them to theorize from their practice and practice what they theorize. Therefore㻘㻌 constructivist 
models are based on reflective practices (Smylie& Conyers, 1991) in which collaborative planning 
). 
narratives to show, t
On the other hand, traditional professional development programs should not be ignored since Training in 
the techniques and procedures of a specific method is probably essential for novice teachers who are in 
their early stages of teaching. These programs/models provide them confidence they will need to face 
learners and they provide the required techniques and strategies for presenting lessons (Richards and 
Rodgers, 2001). 
To sum up, an instructor should be in a life-long learning program in which the initiator, the developer 
and the observer is himself or herself. Their needs play an important role to build a program. Both 
individual and collaborative studies at diff
experience, knowledge, social environment, and demands but it can be foreseen that there is a significant 
tendency towards constructivist models, especially for SD model. So, the professional development 
programs need to be held in a relaxed, not compulsory, and a free environment so that instructors might 
have chance to seek what they want, who they can work with, how they can achieve their goals, in what 
ways they can evaluate and improve their teaching. 
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